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Abstract                           
Some research within developmental psychology shows a slow period of development in children’s expressive drawings during the primary school years (Davis, 1997; Ives 1984; Jolley, Fenn and Jones, 2004). Developmental researchers suggest that ‘educational factors’ could contribute to this dip in development but have not explored these factors. This study explores links between educational policy – in terms of the English National Curriculum - and the development of expression in child art. A Foucauldian style analysis of interviews is presented which investigates how ten primary school teachers working in two Staffordshire schools approach art. A specific concern is to explore how different understandings of art and teaching practices are shaped and managed by the curriculum. This allows links between the demands of the curriculum and the observed dip in expressive drawing development to be investigated. 
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Introduction
For researchers such as Arnheim (1989: 27) art has a vital role in the education system because it is ‘one of the most powerful instruments available to us for the fulfilment of life’.  Chapman (1978) echoes this sentiment suggesting that the creation of artwork allows children to extend themselves beyond a physical existence and create something that embodies their personal view of reality. Engaging in art activities is considered valuable because it fosters creativity and provides children an opportunity to explore and express their ideas (Arnheim 1989, Barnes 2002, Hargreaves 1989). Therefore creativity and expression are arguably important parts of child development which should be valued and supported. 

Worryingly however, research investigating the development of children’s expressive drawings suggests the primary school years are a site for slow development. Early research conducted by Ives (1984) locates deterioration in the development of children’s expressive drawings between the ages of seven and nine. Ives’ research also suggests that eleven-year-old children who are at the end of their primary school education could not achieve the expressive drawing standards of a seven-year-old child. This pattern is partially supported by more recent research conducted by Jolley, Fenn and Jones (2004) that identifies a slow period of development between the ages of six and nine. Further research conducted by Davis (1997) proposes a ‘U shaped curve’ of development in expressive drawing. She argues that before attending school children’s expressive drawings are on a par with those created by adult artists. However, during primary school the development of children’s expressive drawings deteriorates and then only continues to develop in self professed artists during high school.

This dip in expressive development has not gone unnoticed outside of academia. In May 2003 the ‘Excellence and Enjoyment Primary Strategy’ was introduced to British primary schools – a scheme aimed to give teacher’s more freedom to work in a creative and innovative way (Hofkins, 2004). This new agenda was supported by QCA documents such as ‘Creativity, find it, promote it’ which provided case studies to inspire teachers to promote creativity. Furthermore the British Arts Council have implemented a scheme know as Creative Partnerships. This nationwide scheme runs in 36 areas across England and encompasses approximately 1,100 schools. The goal of Creative Partnerships is to promote creativity by establishing relationships between schools and creative professionals in the local area. By allowing creative professionals to work in the school context with teachers and children the scheme aims to promote the creative development of children; contribute to staff development; encourage the growth of creative industries and move towards a more balanced and relevant curriculum. 

Concerns for children’s creative development indicate that research findings - which suggest the primary school years are a milieu where development of expression in art deteriorates – warrant further investigation. While research conducted within psychology has identified a slow period of development its exclusive focus on ‘mapping out’ developmental patterns means that it can only offer limited insight into why the dip in development occurs. Similarly, it cannot provide advice on what could be done to bring about change. 

When reflecting on their research findings Davis (1997) and Jolley et al (2004) speculate that ‘educational factors’ could have some impact on this slow period of development. However the ‘educational factors’ these researchers list such as teachers’ lack of confidence in teaching art; primary school teachers lack of art training and limited time spent on art lessons in the primary school curriculum were not investigated. The experimental framework utilised in Jolley et al’s (2004) study focuses only on the child – expressive drawings produced by children at varying ages were used to identify a developmental pattern. This narrow focus does not allow an exploration of broader contextual concerns such as the educational system in terms of how the implementation of the National Curriculum shapes development. 

Research outside of psychology has started to explore the way art is approached in schools. Gibson (2003) used questionnaires to measure the attitudes towards art of student teachers enrolled on B.Ed. (primary) Program in New South Wales, Australia. Gibson (2003) wanted to investigate the impact of the course on student teachers’ attitudes to art and explore the values they bring to their profession. Results from this research showed that the majority of student teachers in the sample had no formal art training and had given up their study of art because they did not feel competent in this area. After completing teacher training - which incorporates two compulsory units in the visual arts - the majority of the sample had a more positive attitude towards art. They felt confident in their ability to teach art and thought that a generalist teacher could successfully teach art. Hence student teachers in Australia leave their training confident in their ability to teach art though they do not consider themselves to be competent artists. For Cox (1992) lack of art training for primary school teachers is significant. She argues that most teachers are embarrassed by their limited drawing and do not believe they have the skills necessary to support children’s artistic development. Lack of artist skill is also an issue in Britain. Clement (1994) argues that most primary school teachers have no formal art training and the PGCE course does not adequately cover Art. 

Taking a different approach Rayment (2000) focused on teaching practice rather than training. This research utilised a repertory grid to examine Secondary school teachers understanding of the National Curriculum for Art in Britain. The findings suggested that teachers questioned the ‘clarity, relevance, value and merit’ of the British National Curriculum for art (Rayment 2000: 172). Furthermore, many felt a general dissatisfaction with the document because it ‘restricted expressive and creative activity’ (Rayment 2000: 173). In contrast to Gibson’s (2003) research specialist art teachers in British secondary schools have the skills to teach art but are unhappy with the Art curriculum. 

Both Gibson (2003) and Rayment (2000) suggest that there are at least two educational issues surrounding the way art is approached – the skills of the teacher and/or the curriculum they deliver. However, the research outlined above does not address issues directly relevant to the lull in artistic development identified in the primary school years. For example there is no consideration of how the student teachers involved in Gibson’s (2003) research actually taught art in primary schools once they were qualified. Similarly, the inclusion of Primary school teaching professionals in Rayment’s (2000) research would have been beneficial in aiding understanding of this lull. 

An analysis of the presentation of art in the English Primary Curriculum conducted by Hallam, Lee and Das Gupta (2007) has begun to address some policy issues relevant to primary school teaching professionals. This research suggests that three teaching positions are presented in the primary curriculum (i) the expert, (ii) the facilitator and (iii) the philosopher. Each of these teaching approaches are aligned with (i) developing skills; (ii) allowing free expression and (iii) teaching art history and art appreciation. It is argued that each of these teaching approaches are given equal weight in the curriculum but there are no practical guidelines on how to put these theoretical principles into practice. However the analytic focus of this paper meant that teachers’ interpretation of the curriculum and their teaching practice was not addressed. In response the current study builds on previous policy based research by exploring how the English curriculum shapes primary school teachers’ understanding of art and informs their teaching practices. This investigation allows an examination of the possible consequences policy related curriculum and teaching practice has in terms of the dip in expressive drawing development. 

Methodology
This study involved the collection of interview data from ten teachers working in the context of two different primary schools - an urban primary school based in Stoke-on-Trent and a village school based in the Staffordshire Moorlands. To give an insight into how art is conceptualised through the key stages - outlined by the government in the national curriculum – interviews were conducted with four teachers from each school one each from Reception, Year 1, Year 4 and Year 6 (see table below). A further interview was conducted with the art co-ordinator at each school to explore the place of art in the general school culture. All the interviews were dyadic with the first author and a teacher present and took place at a convenient time after school in the teacher’s classroom. The interviews for this study were between forty minutes and an hour in length and were conducted using a semi-structured interview schedule which addressed the following topics: teacher training, the national curriculum, the place of art in the curriculum, the teaching and assessment of art. All interviews were tape-recorded and transcribed verbatim for analysis.
Participants
Gender	Age	Year group	Years at present school	Role in school	Number of years teaching
F	52	Reception	31	Foundation stage co-ordinator	31
F	50	Reception	10	Class teacher	10
F	52	1	31	Key stage one coordinator andprofessional development manager	31
F	50	1	9	Class teacher	12
F	29	4	7	Religious education/PSHE co-ordinator and senior management	7
M	27	4	4	Physical education manager	4
F	55 plus	6	15	Co-ordinator for more able and talented students	30
F	25	6	4	PSHE co-ordinator	4
F	25	3	3	Art co-ordinator	3
F	54	2	32	Art co-ordinator and Design and technology co-ordinator.	33
Table I: Demographic information collected from all teachers included in this study
Analytic approach and procedure
The analysis in this paper is informed by a Foucauldian discourse analysis - an approach which is concerned with ‘language and its role in the constitution of social and psychological life’ (Willig 2001: 107). Hence the discourses (systems of meaning) about art education are the focus of study (Parker 1992). For Michel Foucault (1969: 49) discourses are ‘practices that systematically form the objects for which we speak’. So discourses represent the kinds of language available to construct knowledge in a given historical period. In modern day Britain the National Curriculum embodies the ‘official’ educational discourses about art, produced by the government. It can be viewed as a document which contains dominant discourses promoting the ‘right’ way to teach children, and it is used as a tool to regulate teaching practices. Walkerdine (1996) argues that curriculum discourses saturate pedagogic practices and make possible what can be said and done in an educational context. Therefore the overall aim of this analysis is to explore how discourses present in the curriculum work to shape teachers’ understanding of art and their teaching practices. This enables an examination of how curriculum guidelines enable and constrain teachers’ approach to art and the impact this has on the development of expression in children’s artwork.  

In order to identify discourses all ten interviews were transcribed verbatim and gathered together to form one large textual base. This textual base was then read and reread, a process Gill (1996) describes as immersion. Initially during this process the text was read at a superficial level for gist and to gain familiarity. This allowed the identification of themes that ran throughout the text. From here spider diagrams were used to explore relationships between these themes by grouping interrelated themes together. Text from the interviews concerning each theme was then read at a deeper level exploring the use of language and how words were used to construct knowledge. During this process discourses present in the interviews text – relating to the way art was conceptualised and taught were identified. Extracts exemplifying these discourses were then selected from the interviews for analysis. 

Analysis
The analysis below investigates discourses produced and promoted in the curriculum and the implications these have for the way art is taught and approached in a primary school context. Hence three different discourses of art are presented in this analysis, (i) art as a skilled based activity, (ii) art as an expressive activity and (iii) art as a site for cross curricular activity. 

Teachers’ understanding of art
A close examination of the interview transcripts revealed that when talking about art teachers drew upon two different art discourses - a skill based discourse and an expressive discourse. The following section of analysis explores extracts which typify each of these discourses.

Extract one: Taken from an interview with an art co-ordinator
The following was taken from a discussion about the art curriculum documents

1.	I want the children each year to be exposed to different erm five or six 
2.	things painting, drawing, printing, sculpture, 3D work, collage, digital 
3.	media so I try and stick that in with everything so each year the children 
4.	are exposed to it whereas you find with the QCA its every two years the 
5.	children will have something like painting and they may have painted in 
6.	some other topic in some other area but I think they should always be 
7.	working on art each year and building skills. 

This extract illustrates how art is conceptualised as a skills based subject. This is evident in lines 1 and 2 were different art media are listed to construe art as a diverse and multidisciplinary subject. Consequently, art lessons are construed as a space where children can be ‘exposed’ to these different media. This gives art a clear identity as a subject in its own right – a site where children learn the skills required to master different media. In lines 6/7 this is developed further as art is construed as a self-contained subject that children ‘should always be working on’ in order to ‘build skills’. Following this skills based discourse the teacher’s focus is on helping children develop the skills they need to be successful artists. Teachers are positioned in the role of ‘expert’ - using traditional teaching methods to transfer knowledge about the skills needed to create technically sound pieces of work. Hence when drawing on a skills based discourse to conceptualise art this teacher focuses on what children can learn through art activities in the terms of skill development. 

However use of the word ‘should’ in line 6 indicates that this ideal does not carry over into everyday teaching practice. This is elaborated upon in line 4 with the suggestion that the QCA art projects only offer children the opportunity to work on specific skills ‘every two years’. The sporadic appearance of art in the curriculum is construed as a problem for teachers following the skills based understanding of art because it denies children consistent opportunities to develop their skills. The teacher counters this problem by adapting the art curriculum in an effort to ‘try’ and make sure that skills are consistently covered (line 2). Therefore, teachers adopting an ‘expert’ position have to take an active role in adapting the curriculum to allow children the time and space to develop their artistic competence. This suggests that rigidly following the curriculum can have detrimental effect on children’s artistic development. Unless teachers have the foresight and confidence to adapt schemes of work children are left with a rather patchy art education which leaves them without adequate time or opportunity to fully develop skills.  

The teacher’s exclusive use of a skill based discourse when constructing her understanding of art in this extract is significant. It presents art as a topic that has little room for activities that focus on expression - in fact expression is not something aligned with this discourse. Following this conception of art children have limited opportunity to engage with expressive art activities - the value of expression in art is not something that is communicated by ‘expert’ teachers to their class. Instead, art activities are used by ‘expert’ teachers to allow children to learn and develop skills as an artist rather than to express themselves.  

Extract two: Taken from an interview with an art co-ordinator
The following is taken from a discussion about ‘the value of art for children’

1.	Art for arts sake there’s nothing wrong with doing art for arts sake, doing 
2.	something that they enjoy doing and err I don’t think everything has to 
3.	have a purpose they should just be allowed to paint without painting 
4.	anything special, they should just be allowed to draw, allowed to colour 
5.	because they are expressing themselves.

A very different discourse is illustrated in extract two - art is conceptualised as an expressive subject.  In line 3 art lessons are construed as a space where children are ‘allowed to paint’ without a specific ‘purpose’ prescribed to them by the teacher. This focus on freedom opens up a different teaching position - that of facilitator. When working from this position teachers take a child centred approach to art education by allowing children the freedom to engage in art activities that they consider meaningful. The focus on giving children freedom rather than developing skills is noteworthy because the position of facilitator is construed as a necessary requirement for children’s expressive artwork. Work created under these conditions is conceptualised as something that comes from within the child, a personal expression – something children ‘enjoy doing’ (line 2). The absence of the skills based discourse when construing expression and enjoyment suggests that focusing on skills prevents children from working in an expressive way. Furthermore in this extract free expression is construed as something children ‘should be allowed’ to do (line 4). This implies that there are restrictions which prevent teachers from allowing children to engage in free expression in the classroom. 


Skills, expression and the art curriculum
Having identified two different art discourses used by teachers this section explores how these discourses are managed in the broader context of the primary curriculum for art.

Extract three: Taken from an interview with an art co-ordinator
The following is taken from a discussion about ‘the value of art for children’

1.	I think sometimes we channel children too much they should be allowed to 
2.	develop as an individual, do whatever they need. We had a training 
3.	course a few years ago and it was raising standards and we were told ‘you 
4.	get to this step, then this step you get to this step’ and they had a 
5.	sequence of things that should be happening and being the person I am I 
6.	said ‘excuse me. We need to stop and celebrate what we can do and we 
7.	don’t have to be moving the goal posts all the time children should be 
8.	allowed to celebrate and stay at that stage and when they are ready you 
9.	give them the little push they need to move on.’ Children should be 
10.	allowed to celebrate what they can do.

This extract places an expressive art discourse and a child centred approach to teaching - presented in extract two - outside of the National Curriculum. The concept of allowing children to express themselves with little teacher intervention and no targets does not fit into the progressive and stage driven nature of the curriculum. As evidenced in lines 3 and 4 meeting targets is a dominant discourse in the English National Curriculum. Child development is construed as a progressive process where ‘you get to this step, then this step’ (lines 3/4). Hence teachers are expected to take the position of ‘expert’ and guide the development of skills such that children meet a sequential set of key milestones at specific ages. This approach to artistic development is directly challenged by the teacher in line 7 as ‘moving the goal posts’ is construed as being detrimental. The drive to meet targets is construed as preventing children from developing at their own pace and providing an opportunity to ‘celebrate’ what they can do. In response an alternative conceptualisation of development is expressed in line 9 where children are given a ‘little push’ by the teacher to move on when ‘they are ready’. This focus on attending the individual needs of the child and not targets echoes the child centred view of education aligned with taking the role of facilitator in extract two. 

The teacher’s relative positioning of ‘expert’ and ‘facilitator’ in this extract creates a hierarchy. The position of expert is aligned with the curriculum and therefore awarded a privileged position. The role of ‘facilitator’ construed as coming from the teachers themselves.  Thus the teacher conceptualises the curriculum as a document which restricts the ‘facilitator’ and their teaching practices by encouraging teaching professions to adopt the position of ‘expert’ and concentrate on developing skills. 

Extract four: Taken from an interview with a year one teacher
The following is taken from a discussion about the national curriculum

1.	So erm art and music and things I just think they are quite restrictive in 
2.	that you have to teach certain things and sometimes I don’t think they are 
3.	ready for it and perhaps I don’t have enough knowledge of it myself erm 
4.	although erm saying that we have got lots of resources and books and 
5.	things now that will help with the general topic but especially the art and 
6.	DT (design and technology) they are too. It’s too much that you have got 
7.	to do this and you’ve got to do that and lots of times I’ll be honest I don’t 
8.	do it. I don’t do it. I tend to do things I know that they will enjoy. 

From the outset of this extract the National Curriculum for Art and Music are construed as ‘restrictive’ (line 1). The authoritarian power of these documents is highlighted in line 2 as the teacher talks through how she is told that she ‘has to teach certain things’ despite her reservations that pupils are not ‘ready for it’. In line 6 the teacher reiterates this point construing the curriculum as a document which infringes on her freedom, skills and experience as a teacher by informing her that ‘you have got to do this and you have got to do that’. This firmly places teachers in their traditional position as experts who must aid children’s development by actively transferring knowledge promoted by the curriculum to their class. This implies the curriculum shapes teaching practices by favouring a progressive, skills based understanding of art.

The prescriptive nature of the curriculum is met with strong resistance. The teacher repeats that she ‘does not do’ what the curriculum tells her. Instead she focuses on activities she ‘knows the children will enjoy’ (line 8). The teacher’s focus on enjoyment positions her in the role of facilitator. As in the previous extract this position - along with enjoyable, child centred art activities - is located outside of the art curriculum. Indeed, in order to deliver art lessons for her class the teacher draws upon her own values. This creates a tension between the presentation of art in the curriculum and teachers who wish to adopt the position of ‘facilitator’. 

The position of art in the wider curriculum
In this section the analytic scope is broadened to explore the position and status of art in the wider curriculum. 

 Extract five: Taken from an interview with a reception teacher 
The following is a response the teacher gave to the question ‘Is there anything else you think that children get out of art? Do they enjoy it?’

1.	You can bring all kinds of things into it really you know writing you know 
2.	you can do writing patterns with paints erm we do lots of things where 
3.	there’s different textures as well erm. Modelling erm where we have been 
4.	doing mosques so we have followed up erm the work that we did on Diwali 
5.	by making some mosques erm when we did that erm with the erm boxes 
6.	as well. We got the children to cover the boxes with paper first so that was 
7.	an exercise on ‘is this paper big enough’ so it was estimating and 
8.	predicting so we brought maths in, they made the models together three 
9.	or four of them so they were working together, we talked about solid 
10.	shapes so I could. Like through the creative and bringing in all the areas of 
11.	learning.’ 

In this extract art loses its identity as both a skills based and expressive subject. When placed in the wider context of the curriculum art is conceptualised as a subject that can be used to ‘bring all kinds of things’ to children (line 1). The construction of art as a site for cross-curricular activity is elaborated on from line 4 as the teacher recounts her use of art in the Diwali project. Here art is valued because it gives children the chance to develop their skills in a number of different areas. Children had the opportunity to develop their Maths skills of ‘estimating and predicting’ (lines 7/8) and ‘talking about solid shapes’ (line 9). Social skills were also incorporated with children ‘working together’ (line 9). Therefore, art is conceptualised as a subject that is used to bring together ‘all areas of learning’ (lines 10/11). In this extract the absence of both the art based discourses introduced so far in this analysis places art in a unique position. It is not presented to children as a topic in its own right rather it is defined as a site for cross-curricular activity. This indicates that art does not have a valued place of it’s own in the curriculum.  Indeed in this extract art is construed as a practical subject – its purpose lies in making subjects such as Maths more accessible and interesting to children. The focus on practical outcomes firmly establishes art as a subject that is used to develop skills. However in this extract focus lies in general skills that can be utilised across the curriculum rather than those specific to art. Again, this leaves little room for freedom and personal expression. 

 Extract six: Taken from an interview with a year four teacher 
The following is taken from a discussion about the national curriculum

1.	Well the whole national curriculum’s erm weighted too heavily towards 
2.	Maths and English I feel at the moment but that’s what the school is 
3.	judged on and you have to do more Maths, English and Science if your 
4.	school is judged on that. I suppose that’s just the world that we live in at 
5.	the moment erm consequently other subjects are missing out and art is 
6.	one of those subjects. Why should you spend err six hours a week at the 
7.	moment for English and far less for Art? Erm particularly lower down the 
8.	school it’s just as valuable err younger children pick up ideas through art 
9.	as they would through English and confidence can snowball from one to 
10.	the other and erm if they are particularly good at art then it could spiral ito 
11.	other areas.

The ambiguous and marginalised status of art in the wider Primary school curriculum is expanded upon in this extract. The curriculum is construed as ‘weighted too heavily towards Maths and English’ (lines 1/2). The importance of these subjects is further emphasised as they are subjects that the ‘school is judged on’ (lines 2/3). This focus construes these topics as worthwhile aspects of the curriculum that the government values and wishes children to perform well in. Following this line the curriculum is spilt into two sections. The first section encompasses the ‘useful’ and ‘valued’ topics such as Maths and English. The emphasis on these subjects is reflected in significant teaching time of ‘six hours a week’ that is dedicated to each of these areas (line 6). In contrast to this art is construed as a subject which is ‘missing out’ (line 5). The lack of time and emphasis on art places it in the ‘dispensable’ section of the curriculum. This dissection of the curriculum construes it as a document that does not value or promote art – something, which is reflected in teacher’s abandonment of creative topics in favour of the academic.
 
In line 6 the teacher directly challenges this uneven spilt by questioning why ‘far less’ time is spent on teaching art. Art is construed as an important subject because it allows children to ‘pick up ideas’ (line 8) and build ‘confidence’ (line 8) that can ‘spiral into other areas’ (lines 10/11). As such art’s value lies in building confidence that can be carried over to other ‘valued’ areas of the curriculum. This echoes the sentiments expressed in extract five – that art should have a practical purpose in the curriculum. This construction of art excludes an expressive art discourse and lessons that are dedicated to creating artwork that has no specific practical purpose other than to allow children the freedom to express themselves as they see fit. 

Discussion
This analysis presented three discourses which construed art as (i) a skills based activity, (ii) an expressive activity and (iii) a site for cross-curricular activity. The way these discourses were linked to the curriculum in different ways raises pertinent issues concerning the way art is taught in primary schools. Teachers construed art as both a skills based and expressive activity. However when these discourses were placed in the context of the art curriculum they were positioned in a hierarchical manner with skills valued more highly. Moreover the art curriculum was construed as being restrictive and gaps between the curriculum and teaching practice were identified. When the analytic focus was broadened to explore the place of art in the general curriculum, art ceased to be spoken about as a subject in its own right - it was construed as a cross-curricular activity. The consequences these discourses have for teaching practices will now be discussed. This allows further investigation into the curriculum and development of expression in child art.  

The ‘gap’ between the art curriculum and teaching practice 
As outlined in the first section of this analysis teachers utilised an expressive discourse and a skills based discourse when conceptualising art. As such teachers adopted the position of ‘expert’ or ‘facilitator’ as presented in the primary art curriculum (Hallam, Lee and Das Gupta, 2007). However the teaching approach of ‘philosopher’ identified in the primary art curriculum by Hallam, Lee and Das Gupta (2007) was not adopted in teacher interviews. When speaking about art teachers focused on their role in shaping practical activities. They did not discuss developing children’s awareness of art history, philosophy, the work of famous artists and cultural significance of art. This indicates that art lessons focus on the process of ‘doing’ art rather than contemplating questions surrounding the function of art and developing an understanding of the aesthetic qualities of artwork. This implies that the curriculum requirement for teachers to maintain a balance between the roles of expert, facilitator and philosopher does not carry over to teaching practice. 

When placed in the broader context of the National Curriculum for art teachers aligned the skills based discourse and the teaching role of ‘expert’ with the curriculum’s expectation that children’s artistic skills should develop to meet key developmental milestones. The expressive art discourse and the teaching role of ‘facilitator’ were positioned outside of this agenda. Therefore the national curriculum for art was construed as restricting teaching practices by promoting a skills based art discourse and encouraging teachers to adopt the role of ‘expert’ when delivering art lessons. This is particularly problematic for teachers who adopt the role of facilitator - they are expected to deliver a curriculum which conflicts with their own approach to art. 

Teachers adopting the position of facilitator construed the curriculum document as marginalising expression. Indeed, these teachers suggest that they have to actively negotiate the skills based presentation of art in the curriculum to deliver lessons that focus on expression. This has important implications for the dip in expressive drawing development. It disrupts the balance between focusing on artistic skills and expression by encouraging teachers to tip the balance in favour of skills and take the role of expert. This limits the time and opportunity children have to create expressive pieces of work. Given this situation a dip in expressive drawing development is not surprising as developing skills, not expression was construed as the focus of primary school art lessons. 

The position of art in the wider curriculum
When art was spoken about in terms of the broader taught curriculum the expressive and skill based art discourses were superseded by the third discourse which construed art lessons as a site for cross-curricular activity. To a certain extent inclusion of art across the curriculum gives it value cross-sectionally. Art is conceptualised as an important subject which can aid learning in a range of curriculum areas and support children’s personal development. Thus the general profile of art in the curriculum is raised. However the focus on meeting practical outcomes such as developing Mathematical competence or producing a Diwali display further limits children’s opportunity to engage in expressive art activities. 

It seems that art may be diminished in the wider curriculum. Art is conceptualised as an ‘unnecessary frill’ that is struggling to survive the culture of ‘testing, testing and more testing’ set by a Labour government. Under this regime schools are placed under increasing pressure to meet government set attainment targets in key subjects such Mathematics and English (Arnheim 1989; Barnes 2002). As a result increasing amounts of time and emphasis are placed on these subjects to the detriment of expressive art. Therefore, children only get the chance to engage with purely expressive art activities once other ‘important’ topics have been covered making it hard to fit art into the curriculum. One way to accommodate art is to use it as a cross-curricular activity that supports learning in subjects for instance in English or R.E. In this context art is a ‘service subject’ with a strong emphasis on practical outcomes rather than expression (Barnes, 2002). Consequently, children do not do any ‘art for arts sake’ nor understand art is a subject in its own right. This cross-curricular discourse may communicate messages to children that, (i) art is not an important activity to engage with and (ii) art is about practical outcomes and not a form of expression. The focus on cross-curricular art activities and the messages communicated to children by this discourse offers little opportunity to work in a purely or even predominantly expressive way. This lack of emphasis and time spent on expressive art activities could well be reflected in the slow development of expression in child art during the primary school years (Davis, 1997; Ives 1984 and Jolley et al, 2001). 

Implications for the curriculum
This analysis has identified three educational issues – the marginal status awarded to art; a gap between curriculum and teaching practice and the promotion of art as a skills based subject by the curriculum - that could contribute to a dip in children’s expressive drawings during primary school. These will now be discussed with reference to how they can be addressed.

The position of art in the wider curriculum is a cause for concern. Given the benefits art has for children the status granted to art must be challenged to improve the value of art and the time spent on this topic. This would help bring about a more balanced primary school curriculum that offers children a clearly defined outlet for expression and creativity. To a certain extent these issues are being tackled by Creative Partnership’s commitment of moving towards a more balanced curriculum that is centred on creativity. Successful working relationships between teachers and creative practitioners provide a much-needed opportunity for teachers to develop approaches to art that focus on creativity and expression. However, it would be useful if this move were to be reflected in changes to the primary curriculum to allow teachers more freedom to put creative ideas into practice.

The conceptualisation of art in the curriculum also needs addressing. In this analysis teachers construed art as a subject which has many functions - a place to develop skills; a place for self-expression; a cross-curricular subject and a site where children can develop confidence and social skills. Whilst teachers appreciate the diverse benefits art has for children, the different art discourses led to confusion surrounding its function and this could lead to inconsistent art education. This situation is not helped by conflict spoken about in relation to curriculum and practice. In this analysis teachers spoke about following their own values rather than those stipulated in the curriculum. This indicates that consideration of the difficulties teachers face in applying the curriculum in the classroom is necessary. This indicates that the curriculum would benefit from more specific guidance about the benefits and importance of each of the teaching positions it presents. Furthermore clear, practical advice on implementing teaching positions would enable teachers to successfully walk the line between allowing children freedom to express themselves; training them in the technical skills and passing on knowledge about the history of art. This would allow the curriculum to be revised in a way that offers better guidance to primary school teachers and consequently provides a more beneficial learning experience for children. 

Furthermore debate is needed to create a balanced approach to art which focuses on both skill and expression. As argued by Hallam, Lee and Das Gupta (2007) both these elements are presented in the art curriculum – however this analysis illustrated how in practice the skills based approach and the expressive approach were positioned in a hierarchical manner. Debate concerning the merits of both these teaching approaches and how they can be successfully integrated could inform the presentation of art in the curriculum documents and the way curriculum guidelines are applied in practice. 
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